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CHAPTER ONE 
Introduction 
 Diversity is imminent in American communities, workplaces, and most of all,-our 
public educational institutions.  The directions considered for improved quality of American 
education and its link to social psychology is evolving as we continue into the 21st century.  One 
of the biggest concerns regarding the quality of school interactions is the occurrence of bullying 
and a call for an active response in school social climate initiatives.  Bullying and other forms of 
mistreatment among adolescents have caused much discussion in recent years, and scientific 
research has begun to uncover health and social correlates of these behaviors.  Despite the non-
physical nature of social bullying, this type of mistreatment may severely damage young 
people’s sense of self, psychosocial functioning, and overall well-being (Eisenberg, Neumark-
Sztainer, Perry, 2003; Swearer, Espelage, Vaillancourt, Hymel, 2010; Glew, Yu Fan, Katon, 
Rivara, Kernic, 2005).  In October 2013, in support of Bullying Prevention Awareness Month, 
the National Child Traumatic Stress Network, provided resources for families, educators, 
clinicians, and law enforcement personnel on how to recognize, deal with, and prevent bullying.  
School dropout rates and absences among victims of bullying are much higher than among other 
students.  Studies have shown that children who’ve been identified as a bully by age eight are six 
times more likely to have a criminal conviction by the age of 24 (NCTSN, 2013; Olweus, 
1993a).  As we rapidly enter the 21st century, is focused progress being created by understanding 
and utilizing student perceptions of the bullying interventions and their occurrences?  A rapidly 
growing body of research over the past 15 years has shown that both bullies and victims are at 
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risk for short-term and long-term adjustment difficulties such as academic problems (Batsche & 
Knoff, 1994; Fonagy, Twemlow, Vernberg, Sacco & Little, 2005), psychological difficulties 
(Kaltiala-Heino, Rimpela, Rantanen, &Rimpela, 2000; Kumpulainen, Rasanen, Henttonen, 
Almqvist, et al., 1998; Swearer, Song, Cary, Eagle, & Mickelson, 2001), and social relationship 
problems (Goldbaum, Craig, Pepler, & Connolly, 2003; Graham, Bellmore, & Juvonen, 2003; 
Graham & Juvonen, 1998; Ladd, 2003; Nansel et al., 2001; Olweus, 1993b; Swearer, Espelage, 
Vaillancourt, and Hymel, 2010) 
 
(The Bullyproject.com, 2013) 
Consequently, experiences at school influence every aspect of development during 
adolescence, ranging from the breadth and depth of their intellectual capital to their 
psychological well-being to the nature of peer influences on their development (Wigfield, Eccles, 
Schiefele, Roeser, & Davis-Kean, 2006; Eccles & Roeser, 2011).  Another comparative concern 
in education is the decreased graduation rates of students of all ethnicities.  According to the 
Urban Institute report in 2013, high school graduation rates are low for all students, but the rates 
are substantially lower for most minority groups, and particularly for males.  According to 
calculations used in the Urban Institute report in 2001, 50% of all black students, 51% of Native 
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American students, and 53% of all Hispanic students graduated from high school.  Black, Native 
American, and Hispanic males fare even worse:   43%, 47%, and 48%.  According to a Dane 
County, Wisconsin Youth Assessment (DCYA) and a California Healthy Kids Survey (CHKS), 
both conducted in 2008-2009, “ youth identified with being gay, lesbian, or bisexual or 
[identified] their race/ ethnicity were also youth reporting bias related harassment, with 35.8% 
reporting  from the Dane County Youth Assessment (DCYA) and 40.3%  from the California 
Healthy Kids Survey (CHKS)”(p.493).  Education has been a part of the initiatives for equal 
opportunity within the last century for America’s growing and diverse populations willing to put 
forth the efforts, but a concern for students and bias-based bullying is an issue relative to 
academic achievement and  life outcomes.  So by recognizing this correlation between social 
climate and bullying interventions can a quality of learning experience in American educational 
institutions improve for all students? 
The importance of an education of students’ and their social emotional development are 
two areas of growing collaborative interests toward a quality education experience.  As a result, 
educators, researchers, politicians and parents continue to cultivate and develop individual and 
group interactions that will afford diverse students a quality educational experience starting in 
middle school and continuing into their adult lives and experiences.  However, more research 
needs to be done, according to the findings from the pair of US surveys, (DCYA & CHKS), 
indicate youth experience with bias-based harassment at school are at greater risk for 
compromised health than are youths experiencing non-bias based-harassment or no harassment.  
“These results highlight a gap in bias-related motives that underlie harassment at schools and 
discriminatory experiences merit attention.” (Russel, Sinclaire, Poteat, & Koenig, 2012, p. 495)  
Even more important, according to the Urban Institute report, “U.S. states rarely disaggregate 
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graduation rates by race or socio-economic status, extremely low graduation rates for racial and 
ethnic minorities, students with disabilities, low-income students, and students with limited 
English proficiency are rarely the focus of debates on education reform.” (Orfield, et al. (2004) 
p.2) 
As a result, an exploration into adult student perspectives in reflection of experiences 
with bullying and what interventions have done to affect academic and socio-cultural outcomes 
is vital information to improving bullying interventions.  This study intends to contribute to the 
knowledge base on bullying experiences from a personal standpoint and current reflections on 
these experiences in a subject’s past and their current viewpoints and its effects on the students, 
their academic achievements and social climate experiences.  Within the last few decades the 
development of Olweus’ and other bullying interventions brought attention to its occurrence.  Do 
students feel like something is amiss in their experiences in the school environment when they 
witness bullying and the interventions in the last 20 years?  How adult students reflect upon their 
perspectives could be founded to have a commonality that still heeds relevant focus on the 
persistent challenge to decrease school bullying and fosters a higher level of educational quality 
and experience. 
Purpose of the Study 
The purpose of this study was to explore and understand the perspectives of adult 
students and their experiences with bullying and the effect this issue had for them personally.  
The focus of the study will seek to understand the adult students’ perspectives and make the 
comparative analysis of these findings regarding the pervasiveness of bullying and the effect on 
academic achievement and social climate and where these students believe more focus needs to 
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be.  By collecting the perspectives of the students, continuing improvements can be made to 
current interventions of bullying; and thus improving educational experience for all students. 
Background 
Secondary school students are experiencing changes on many levels from their physical 
transformations as well as emotional and cognitive processes that affect the quality of their lives 
at this critical point in life.  According to the website, Stopbullying.org (2013), “the Youth Risk 
Behavior Surveillance System, part of the Center for Diseases and Control, indicates that 
nationwide, 20% of students’ grades 9-12 experienced bullying.  And a 2008-2009 School Crime 
Supplement, part of the National Center for Education Statistics and Bureau of Justice Statistics, 
indicates that nationwide, 28% of students in grades 6-12 experienced bullying” (Frequency of 
bullying section, para.1-2).  From social norms, peer interaction, and development of self-
awareness in a growing diverse society, American education is the foundational point to 
student’s socio-cultural improvements.  Stopbullying.org website (2013) notes, “it is not clear 
how often kids get bullied because of their race, ethnicity, or national origin.  It is also unclear 
how often kids of the same group bully each other” (Race, Ethnicity, and National Origin, 
para.4).  Research is still growing. 
Some youth thrive at school—enjoying and benefitting from most of their experiences 
there are others who muddle along and cope as best they can with the stress and demands 
of the moment; and still others find school an alienating and unpleasant place to be—a 
place difficult to enjoy and benefit from (Eccles and Roeser, 2011, pp.225). 
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And as educational policy demonstrates, the focus on the equitable opportunities to thrive 
in education is paramount to any other distinction of education’s past.  “Further research also 
should examine how peer harassment changes over time, and how early experiences of peer 
mistreatment may cause long-term effects on health and well-being” (Eisenberg, Neumark-
Sztainer and Perry, 2003, pp. 315).  In this event, the case study research into adult student 
experiences past and present would be advantageous to a better understanding regarding 
initiatives into bullying incidents and past experiences of today’s adult students and thus, 
concluding to a comparable benchmark of where we’ve been and hopefully the further we are 
going in our socio-cultural undertakings in the public school learning environments. 
Bullying is a cause for concern as it is related to the quality of an environment through 
which we choose to educate the American youth.  However, a great concern for quality of 
environments lies in the peer relationships that affects students’ learning and academic 
outcomes. 
Students who said that they did not feel safe and that they did not belong at school were 
more likely to be involved in bullying.  Children who were psychologically distressed 
were more likely to be involved in some form of bullying, and children with low 
achievement scores were more likely to be victims and bully-victims (Glew, Fan, Katon, 
Rivara & Kernic, 2005, pp. 1030). 
A question that results is what are educator’s response protocols for the different roles of 
a bullying incident?  Are they addressing bullying in the interventions to fully resolve issues for 
the individual’s involved?  “Developmental and social psychology research identified three 
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contextual factors that may influence a child’s peer rejection:  (a) deviation from peer-group 
norms, (b) cognitive biases held by the accepted peer group, and (c) the presence of a social 
dominance hierarchy of the peer group” (Mikami, Lerner & Lun, 2010, pp. 123).  Students today 
are fortunate to have increased opportunities to explore diverse norms that extend from the 
variety of human cultures and backgrounds apparent in our multi-sourced media, which in the 
past consisted mostly of homogeneity of the mainstream culture of white, privileged or middle 
class populations.  An aspect of learning environments that warrants further study is the 
exploration of bullying initiatives in regards to the quality of social climate and how the 
behaviors are addressed through awareness and interventions of bullying.  Thornberg, Halldin, 
BolmsjÖ & Petersson, (2013) identifies, “there is a clear need for conducting qualitative studies 
in order to gain a deeper understanding of student perspectives on bullying experiences” (pp. 
310),  and furthermore, an exploration into an adult student’s perspectives would provide 
maturing dialogue for improving this important aspect in educational environments. 
The components of social climate are fundamentals to a more equitable, educated society 
that can essentially bring about the best in America’s students and their potential quality of life.  
These students eventually become the adult populations of our society.  So the important skills 
education provides to our youth, according to researchers of social psychology, [are] to develop 
values, resolve problems, and to set their own standards of behavior [in a public setting] such as 
school (Kellough & Kellough, 2008).  Furthermore, the social climate of a middle school child’s 
education has a lot of positive and negative roles in how our young adolescents’ development 
into mature and knowledgeable adults who make an effort to be productive and accommodating 
to each other’s individual learning.  Through exploration into adult student’s experiences--past 
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and present themes, patterns and norms can be examined to reiterate the finer points that warrant 
the most current need to address this social aspect of the education of our youth. 
Providing curricula that addresses developmentally and culturally meaningful topics to a 
diverse and large school population is an ongoing challenge in the United States and 
many developed nations today, and little attempt has been made to evaluate curricular 
materials in terms of their meaningfulness to students (Eccles and Roeser, 2011, pp. 226). 
Learning environments can be a more productive place if we encourage students to 
understand that schools are a place for students to interact and learn from each other and they are 
personally responsible for being supportive and equitable in school towards their peers.  
Teachers can also incorporate scenarios that prompt young adolescents to explore concepts of 
fairness, justice, and equity (Scales, 2003).  As a result, schools need to include programs and 
curricula that address societal issues such as racism, sexism, and discrimination (Scales, 2003).  
Regardless of student status, race, religion outside of the school environment, students should be 
taught to be accountable for their behaviors toward their peers. 
To refer back to a century ago in education, these diverse societal labels and aspects of 
learning were not given equal priority or considered important because of an idealization of a 
mainstream typecast.  Educational initiatives that are more enriching and lead to a higher level of 
thinking for all learners is always the ultimate goal of educators.  We can reinforce the 
understandings of these key modern elements of what is believed to be a morally directed middle 
and high school movement: acknowledging diversity, democracy and equity.  All three of these 
values should have a strong presence within a school environment’s social and cultural norm that 
supports students’ personal achievements.  Continued programing into community awareness 
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and professional development would support the quest for social justice in the schooling of 
young adolescents.  “The need for further studies exists for adolescents and their school’s role in 
their development, the need for rich observational and ethnographic studies of schooling will 
continue to be important sources of inquiry in the field” (Eccles & Roeser, 2011, pp. 236). So it 
is necessary for further research studies into the interventions of bullying and social climate 
initiatives that improve achievement of the diverse populations of America’s education 
environment. 
Young adolescents start to view moral issues in shades of gray rather than strictly in 
black and white.  Middle school students likely assess their school environments using both 
conscious and unconscious means, sensing or observing specific issues such as the need (or not) 
to set aside values and preferences used in their homes, the use of culturally-appropriate 
pedagogies, and a sense of cultural exploration is encouraged rather than merely 
tolerated(Schneider and Duran, 2010).  Middle school students consider complex moral and 
ethical questions, yet are unprepared to cope with them. Consequently, young adolescents are at 
risk when it comes to making sound moral and ethical choices (Kellough & Kellough, 2008; 
Schneider and Duran, 2010).  So knowing these elements that middle school children are 
developing, how are we able to harness these characteristics of social development and produce 
motivated, healthy, socially conscientious people that are capable of supporting one another’s 
goals and growth psychologically, emotionally and mentally?  Their increased capacity for 
analytical thought, reflection, and introspection demonstrates the connection between young 
adolescents' moral and intellectual development.  They transition from a self-centered 
perspectives to having consideration for the rights and feelings of others (Scales, 2003).  There is 
a need to explore longitudinal investigations of how students’ cultural, ethnic and racial, and 
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social class backgrounds interact with the learning environment of the school, and thereby shape 
their educational pathways through the school system (Meece & Kurtz-Costes, 2001; Roeser et 
al., 2006; Eccles & Roeser, 2011, pp. 236). 
Through a critical analysis of the currently researched and empirically evidenced based 
intervention and prevention programs and applications, how may it be viable to create increased 
quality of learning environments for the education of American youth with these targeted means?  
Scientifically evaluated methods and programs for anti-bullying practices are still poorly 
implemented or not at all in Swedish schools (Thornberg et al. 2013, pp.310).  Furthermore, the 
American Psychological Association report in 2008 states more research is needed on how to 
implement the kinds of integrated interventions suggested by the APA Task Force (Eccles and 
Roeser, 2011).  The APA Task Force report argues for interventions aimed at changing the 
general school climate, reconnecting alienated students and increasing school bonding, and 
developing a planned continuum of steps to be followed with at-risk students, and increasing the 
collaboration between the various community, school and family stakeholders instead (Eccles 
and Roeser, 2011, pp. 230). 
Setting 
Participants in this study consist of 8 adult students, 4 women and 4 men, 18 years or 
older, and currently enrolled at a local community college in Wisconsin.  The perspectives are 
important evidence of adult perspectives of the bullying and social climate interventions the 
student has experienced. 
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Assumptions 
From my perspective, the subject of bullying involves my child’s middle school 
experience.  I know from my experience in middle school the emotional struggles with self-
esteem and worthiness.  I am choosing to write about the subject due to my experience and my 
children’s experience with bullying.  As a result, I try to understand both aspects and roles that 
take place in the mind of all involved.  Although I may have my experiences and assumptions 
about bullying, I am researching the subject to better understand and open up the dialogue to 
greater support for new ways of approaching the issue for many students today.  I want students 
to attend school with a greater quality of experience in learning.  It is important to help facilitate 
an increased quality of social climate for our students that is effective and able to foster the best 
learning environment possible. 
Limitations 
The limitation of this study consists of the small sample of higher education students 
from a rural college in northern Wisconsin.  This study infers to understand and explore the 
perspective of students on bullying and how it may affect school and life achievements.  This is 
an exploration into what happens during the bullying as much as it is about the post-incidental 
outcomes and solutions that are meant to address the bullying; and thus, steps towards creating a 
progressive social climate for learning.  What is effective in resolving bullying incidents and 
increasing the social climate for students as a result of the decrease in bullying incidents and 
what are educators in schools doing to increase the social climate and decreasing bullying 
incidents for its students?  This study is focused on the student’s perspective of bullying and the 
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interventions they experienced.  This study will not examine whether interventions succinctly 
failed or achieved results.  This study is about students and their views.  The limitation of this 
study is participation was voluntary and anonymous so the student may have predetermined a 
role in a bullying incident and already may have brought about preconceived notions about 
bullying before the interviews.  Also the group is a small group of individuals, a minority group 
of students, interviewed, so thus, further research could be conducted in a larger populated 
school to see if their perspectives are widespread. 
Definitions 
There are 4 types of roles in the incidents of bullying: 
• Bullying:  In the most basic sense bullying involves two people, a bully or intimidator 
and a victim.  The bully abuses the victim through physical, verbal, or other means in 
order to gain a sense of superiority and power.  These actions may be direct (i.e. hitting, 
verbally assaulting face-to-face, etc.) or indirect (i.e. rumors, gossip, social exclusion, 
etc.) 
• Victim:  These children are the targets of bullying behavior. Some factors put children at 
more risk of being bullied, but not all children with these characteristics will be bullied. 
Sometimes, these children need help learning how to respond to bullying. 
• Bully-Victim:  The bully displays a power-role—such as physical strength, access to 
embarrassing information, or popularity—to control or harm others.  Power imbalances 
can change over time and in different situations, even if they involve the same people. 
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• Bystander:  These students are the witness to bullying behavior and usually do not 
become involved in the situation but are aware of it occurring. 
There are three types of bullying: 
Verbal bullying is saying or writing mean things. Verbal bullying includes: 
• Teasing 
• Name calling 
• Inappropriate sexual comments 
• Taunting 
• Threatening to cause harm 
Social bullying, sometimes referred to as relational bullying, involves hurting someone’s 
reputation or relationships.  Social bullying includes: 
• Leaving someone out on purpose 
• Telling other children not to be friends with someone 
• Spreading rumors about someone 
• Embarrassing someone in public 
Physical bullying involves hurting a person’s body or possessions.  Physical bullying includes: 
• Hitting/kicking/pinching 
• Spitting 
• Tripping/pushing 
• Taking or breaking someone’s things 
• Making mean or rude hand gestures 
 
(U.S. Department of Health and Human Services, StopBullying.gov, Bullying definition, 
2013, pg. 1) 
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Summary 
 The purpose for my research is to explore the perspective of higher education students in 
their school experiences.  Exploration into their perspectives will be gathered through personal 
interviews and an analysis of themes and to critically examine their experience with bullying and 
the interventions, if any.  Students of all ethnicities in American education deserve quality 
interaction and continued development in research study to discover what needs to be addressed 
to improve the environment they learn in. 
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CHAPTER TWO 
Literature Review 
 The importance of addressing bullying in our learning environments is key to educating 
our youth.  American youth from a diverse backgrounds are in need of advocacy to improve their 
experience within the educational arena that will provide for a greater tendency to increase their 
well-being and academic achievement not only for minorities but all students.  There are four 
predominant themes pertinent to the study:  bullying, social climate, student perceptions and the 
school policy and interventions that interrelate creating the atmosphere of educational 
environments which are intended to be safe, motivating learning environments and imparting 
social justice and cultural competency.  Secondly, learning environments are not conductive if 
we don’t continue to research and find methods to increase the level of quality in interventions of 
safety and personal responsibility we expect from the students and their interaction with their 
peers, namely in the public educational environment.  Third, the student perspectives on bullying 
can help to identify unmet areas that over time decrease student social climate and academic 
achievement and address them effectively.  And fourth, an examination into policies and 
program implementations of the schools and how they can be increasingly effective or not to 
decreasing occurrences of bullying and discrimination of others based on personal bias or 
history.  These topics can continue to further efforts that find bullying an unacceptable 
behavioral norm in our places of learning. 
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Bullying and its history construct and defined roles. 
 According to the Bullying Project.com website and Olweus’ Bullying Intervention 
program, bullying has been defined as repeated exposure to negative events within the context of 
an imbalanced power relationship (Olweus, 1997; Hong, 2009).  Bullying is a serious public 
health problem that may include verbal or physical injury, as well as social isolation or 
exclusion.  Interactions among students influence their experience of the school climate and play 
a strong role in shaping students’ perceptions of physical and emotional safety while they are 
learning.  Students frequently report bullying as a severe problem in their schools, even when 
adults in the school view it as a mild or moderately severe problem (Cohen, 2006; Hopson and 
Lawson, 2011, pp. 107).  According to Swearer, et al. (2010), 94% of students with disabilities 
reported experiencing some form of victimization and that these students experienced increased 
verbal abuse, social exclusion, and physical aggression, when compared with students without 
disabilities (Llewellyn, 2000; Marini et al., 2001; Norwich & Kelly, 2004).  According to Nansel 
et al. (2001), bullying is one of the most significant school problems experienced by children and 
adolescents and affects approximately 30% of students in U.S. public schools.  This included 
13% as bullies, 10.6% as victims and 6.3% as bully-victims.  As a result of recent decades of 
news and media reports about crimes committed by teenagers, there has been greater attention 
and concerns towards youth violence nationwide (Hong, 2009; Herrenkohl et al., 2001).  The 
avid role in these social/student interactions are the bullies.  Bullies tend to have issues with 
performing poorly in school, and display a need for dominance, and show little empathy for their 
victims (Guerra, Williams & Sadek (2011); Smith, et al., (2004). 
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 The second agent in bullying incidents is the victim of a bully’s attention.  A common 
reason for being bullied, according to students themselves, is that the victim is different, odd or 
deviant in some way.  The victim is regarded as a person who does not fit in.  Ethnographic 
studies have identified and linked bullying to a significant element of intolerance to diversity in 
peer cultures at school (Thornberg, Halldin, Bolmsjo and Petersson, 2013).  In Thornberg, 
Halldin, Bolmsjo and Petersson, (2013), the common reason for being bullied or peer-harassed, 
according to students themselves, is the victim is different, odd or deviant in some way (e.g. 
Frisen, Holmqvist, and Oscarsson 2008; Frisen, Jonsson, and Persson 2007; Hamarus and 
Kaikkonen 2008; Hazler and Hoover 1993; Mooij, 2001; Thornberg, 2010; Thornberg and 
Knutsen, 2011; Vargjas et al. 2008).  Incidentally, Thornberg, Halldin, et al. (2013), indicate a 
link between being bullied and being perceived by the peers as different or deviant, could be 
understood from the perspective of the stigma theory (Goffman, 1963; Jones et al. 1984), the 
labelling theory (Becker, 1963) and the social misfit hypothesis (Wright, Giammarino, and Parad 
1986), which all claim that identifying and defining a peer as deviant is always a social 
construction produced in the peer group associated with its culture and social norms.  This 
perspective is useful for maintaining the status quo and keeping existing arrangements for power 
and privilege intact. 
A third likely role is the bully-victims, the bully-victims typically are socially isolated, 
lack social skills, and suffer from anxiety and lower self-esteem than their peers (Smith et al., 
2004; quoted in Olweus, 1997).  Certain individual characteristics heighten risks for being a 
victim of bullying.  Boys are more often victimized than girls (Espelage & Holt, 2001; 
Kumpulainen, Rasanen, & Henttonen, 1998; Vaillancourt et al. 2008).  Boys are more likely to 
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experience physical bullying and girls are more likely to be targets of indirect victimization 
(Swearer, Espelage, Vaillancourt, & Hymel, 2010). 
A fourth identified role is the bystander—students who are aware of the bullying have a 
powerful effect on bullying, positive and negative.  Although many bullying prevention 
programs address the role of bystander, they do not address the fact that in many peer groups 
bullying might be the norm (Swearer, et al. 2010, pp. 39).  Furthermore, Elias (2013) states that 
“blaming the victim” is an attribution that those who do not rise up lack “motivation” or worse, 
capacity (p. 145).  So essentially, the roles formed in these bullying interactions create a vicious 
cycle that perpetuates a decreased quality of educational experience in the short term and long 
term of student’s life whether they are bullies, bully-victims, victims or bystanders. 
Regardless what role a student experiences relative to bullying, researchers have found 
that bullying may have damaging effects for both perpetrators and victims, including social, 
emotional, mental health and academic concerns, as well as loss of instructional time for 
educators.  Moreover, Smith, et al. (2004) states, a relationship has been found between bullying 
behavior and internalizing problems (i.e., depression and anxiety), as well as externalizing 
problems (i.e., aggression and hyperactivity).  Bullying is not “a normal part of growing up.”  It 
is a major problem affecting the well-being and social functioning of children and adolescents in 
schools. 
It is evident that an unsafe environment can be harmful indirectly, because it generates 
persistent feelings of fear and insecurity and even aggressive reactions, inadvertently, the 
introduction of strong institutional disciplinary measures may contribute to violence itself, 
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creating “prisoner-like schools that remain unsafe.”  School response to the problems of bullying 
and peer victimization is crucial, not only for ensuring school safety, but also for fostering pro-
social attitude for healthy development (Hong, 2009).  “Much of the existing literature focuses 
on physically aggressive or violent forms of bullying, but researchers are beginning to address 
issues of non-violent, relational harassment such as teasing, name-calling, and social exclusion” 
(Eisenberg, Neumark-Sztainer, and Perry, 2003, pp. 311).  One estimate for this type of 
harassment suggests as many as three-quarters of young adolescents experience some types of 
this harassment. 
According to Eisenberg et al. (2003), a link between peer harassment and academic 
outcomes may provide justification for addressing non-violent [social] harassment in schools.   
These social bullying experiences may be less extreme than aggressive or violent [physical] 
forms of bullying, but the frequency and blatant [social] harassment can create powerful 
cumulative effects on a young person’s psychosocial well-being.  Even when schools are able to 
provide opportunities for creating positive interactions within the school, many students need 
assistance with developing the social and emotional competencies required for taking advantage 
of these opportunities (Hopson & Lawson, 2011, pp. 115). 
It is evident from the search of a database made at the National Agency for Education, 
which publishes reports and other materials on various educational themes, that bullying is a 
prevalent issue.  According to Allodi (2009), a search in this database containing 1,285 
documents, using the terms:  classroom climate, school climate, social climate and bullying, was 
performed and the results were 1 hit for social climate, one hit for classroom climate and 12 hits 
for bullying.  It is quite evident that increased attention to the viable need for interventions and 
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refinement of school programming for bullying and social climate is necessary and needed to 
increase the quality of children’s academic years and life-long well-being. 
Learning environments and the social climate 
As a result of these school based issues, Jones, Fisher, Greene, Hertz, & Pritzl (2007) 
article states the awareness and the value of increased outcome placed on a quality learning 
environment, a number of interventions and awareness campaigns have been created to decrease 
the occurrences of bullying and other learning environment distractors within the last 20 years.  
Nationwide, 70.6% of states and 77.0% of districts had adopted policies that explicitly promoted 
a positive school climate (page 532).  As Jones et al (2007) elaborates, a positive school climate 
was defined as a sense of community and welcome within the school, exemplified through caring 
student-teacher relationships, high teacher morale, student involvement and leadership activities 
and programs, and family involvement.  Attention must be paid to the direction in which 
intellectual acumen is directed, and this of course refers to one’s character, ethics, civic 
responsibility, and orientation to action (Elias, 2013, pp. 145).  Moral/ethical development is 
associated with a person's growing ability to make principled choices.  Young adolescents tend 
to be idealistic and possess a strong sense of fairness in human relations (Kellough & Kellough, 
2008; Scales, 2003).  This is related to the basic need to belong.  One aim is to describe how 
conceptions of social climate are influenced by contextual factors and their interplay in the 
educational system seen in continuum involving the micro-level, meso-level and the macro-level. 
As a result, one area of construct to note in regards to social climate is the dualism of 
relationships and emotions.  Because the educational mission is concerned primarily with 
learning and instruction, these issues are not considered so important.  The origins are in a basic 
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ideological Cartesian dualism that affects our culture and thinking and implies that we tend to 
look at deeply truly interrelated phenomenon or concepts without recognizing their relatedness 
and connection (Allodi, 2010, pp. 95).  As adolescents transition to middle school, they confront 
a series of new social and educational demands that place some of them at greater risk for 
development of behavioral problems.  There has been considerable evidence that the academic 
and social climate of middle schools influences students’ adjustment across multiple domains 
(Wang and Dishion, 2011, page 40).  The quality of relations that forms feelings and emotions 
related to social interactions are experiences inscribed in the body to underlie perception of the 
self. 
Middle and High school students who report receiving support from teachers are more 
likely to report school engagement and fewer behavior problems in the classroom (Baker, 1999; 
Brewster & Bowen, 2004; Powers, Bowen, & Rose, 2005; Rosenfield, Richman & Bowen, 2000; 
Hopson & Lawson, 2011).  Positive student-teacher relationships are also associated with higher 
academic achievement (Niebuhr & Niebuhr, 1999; Waxman, Anderson, Huang, & Weinstein, 
1997; Hopson & Lawson, 2011) and reduced risk behavior (Erikson, Mattaini, & McGuire, 
2004).  “A school’s climate is probably the best predictor of whether a school will have high 
achievement”—more so than the socioeconomic status of students or the school’s past levels of 
achievement, says Clete Bulach, associate professor emeritus of education leadership at the 
University of West Georgia and long-time researcher in the field (Stover, 2005, pp. 30) 
Despite their basic importance, human emotions are often still considered less worthy 
than human cognition, they are not traditionally considered as primary objects of the pedagogic 
discourse, and they are emphasized less in educational documents and guidelines (Allodi, 2010, 
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pp. 95).  In the article by Stover (2005), Bulach also contends that school boards consistently 
overlook this simple truth when seeking to improve poor-performing schools (Stover, 2005).  
Longitudinal studies, cross-sectional studies and international studies demonstrate that social 
climate has short-term and long-term effects on pupils’ well-being, school results and even their 
employment rates after school (Allodi, 2010).  An environment with high participation is 
truthfully democratic and every member’s opinion and standpoint is valued and respected.  Each 
member feels free to express opinions and experiences.  With the ultimate goal being sufficed 
through well-adjusted adolescents who will become thriving intelligent adults. 
Intellectual development refers to the increased ability of people to understand and 
reason.  In young adolescents, intellectual development is not as visible as physical development, 
but it is just as intense (Stevenson, 2002; VanHoose, Strahan, & L'Esperance, 2001).  They tend 
to be highly curious and display a broad array of interests—though few are sustained (Kellough 
& Kellough, 2008; Scales, 2003). Typically, young adolescents are eager to learn about topics 
they find interesting and useful, favor active over passive learning experiences, and prefer 
interactions with peers during educational activities (Kellough & Kellough).  It is evident the 
importance of being aware of what kind of student learning and interaction can benefit children’s 
experiences and aim to ease the social inadequacies that lead to student withdrawal, isolation and 
consequently failed educational opportunities.  What is the evidence that plays a role in a 
student’s successful educational experience? 
As education research continues to evolve, a basic recognition to diverse and global 
viewpoints is important for students to know and understand.  Diversity in experience, identities, 
cultural background is likewise considered, appreciated and understood (Allodi, 2009).  What is 
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evident in the research on student’s peer judgement is that the student is usually considered 
different from the social norm.  Addressing the ability to confront and address individual biases 
is enriching for the student and their peers.  A variety of factors could potentially moderate the 
level of influence of deviant peers, in fact, research on school characteristics shows that specific 
school features may function as protective factors that buffer the effects of risky peer groups and 
enhance the pro-social interactions (Wang and Dishion, 2011, pp. 40).  Other concepts relevant 
for the study of social climate in learning environments are self-efficacy, self-concept, trust, goal 
structures and values, cooperation and competition, participation and exclusion, hierarchy and 
democracy (Allodi, 2010, pp. 90).   
There are two championing organizations that advocate for character education and the 
promotion of social-emotional learning (SEL) initiatives:  the Character Education Partnership 
and the Collaborative for Academic, Social and Emotional Learning.  Although fairly new, these 
two initiatives are gaining research support (Elias and Arnold, 2006; Elias 2103).  Character 
education and SEL and related fields focusing on the social-emotional, character, and civic 
development of students are integral to education and to the creation of a school culture and 
climate in which learning can thrive for all.  This belief is supported by Schneider and Duran 
(2010), who state that a focus on promoting students’ social, emotional and civic competence is a 
key in supporting academic achievement (pp. 25).  Some key components identified by 
Schneider and Duran (2010) are pro-social attitudes, school social climate, social capital, 
acceptance of diversity and attachment to community, personal and collective responsibility, pro-
behavior and experiences in character development (pp. 27-28).  Identifying and recognizing the 
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factors that various cultural groups consider to be important for a positive school climate will 
help make schools more welcoming and attentive to the learning needs of their students. 
School climate is further supported by the desired outcomes outlined by Allodi (2009) 
educational settings are shaped by the relationships between teachers and students, and between 
students.  The quality, quantity and directions of these relationships influence the social climate, 
affecting further students’ self-concept, motivation and performance (page 207).  Elias (2013) 
further states the inextricable connection between the individual student, the school and the 
community within which both are embedded.  In addition to the statement by Allodi (2010), 
cooperative goal structures were associated with both higher achievement and positive peer-
relationships.  This gives support to the theory that positive social relationships could be not only 
the result of cooperative structures, but also one of the processes contributing to higher 
achievement. 
Social inequities create barriers to students’ progress in school and in life.  While waiting 
for these inequities to be addressed, which is the purview of policies wider than education, many 
children are living lives of lost or diminished potential.  Inclusive education, for example, with 
its increasing heterogeneity in educational settings, means that the teachers are expected to refine 
and develop further their ability to shape in their groups an optimal social climate that is suited 
for all the pupils in the group, and not only for a resilient majority (Allodi, 2010).  In addition, 
Schneider and Duran (2010) states the further we learn more about the factors of school climate 
that are important for various cultural groups, we will come closer to reducing achievement gaps 
for our most impacted students. 
  25 
Student Perceptions of Bullying Interventions and Social Climate 
 
A study by Eisenberg et al. (2003) completed a 221 item survey in junior high and middle 
and high schools in ethnically and socioeconomically diverse communities in urban and 
suburban schools in the Minneapolis/St. Paul, Minn., metropolitan area, and the findings 
indicated the following responses regarding peer harassment, (a)  You are treated with less 
respect than other people, b) People act as if they’re better than you, c) You are called names or 
insulted, d) You are teased about your appearance, e) You are teased about your weight (page 
312).  The Eisenberg article aligns with the type of bullying that is most prevalent and 
undetected in schools because of its low key offense, but over time this is the type of bullying 
that has a cumulative effect on students’ well-being. 
In Thornberg, Rosenqvist, & Johansson (2013), students’ accounts to the causes of 
bullying generated three main categories:  bullying attributing, victim attributing, social context 
attributing.  In the definitions of bullying attributing, eighty percent of the students came up with 
explanations of four subcategories:  psychosocial problems, social positioning, emotionally 
driven, and thoughtlessness (pp. 330).  In the results of Thornberg, Rosenqvist, et al. (2013), 
forty-four percent of the students came up with explanations in which they attribute the cause of 
the bullying to the victim.  The analysis resulted in just one subcategory: deviance.  Third 
identified attribution in Thornberg et al. (2013) research analysis is Social Context Attributing, 
where students define that twenty-one percent of bullying explanations are attributed to social 
context.  This attributing consisted of three subcategories:  group pressure, inviting school 
environment, and peer conflicts.  As the Thornberg et al research suggests, there are areas of 
bullying that can be met with awareness and acknowledged in a more informed way that will 
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benefit students overall safety and well-being.  As a result, more student perspectives should be 
studied to continue the understanding and exploration into student experiences.  Over time and 
history the focus of what is helping and what isn’t can be found and improved upon. 
Varied types of Interventions, Missions statements and Policies 
The ultimate goal of interventions, school policies and preventative measures is that they 
provide continued evidence into truly healthy and safe school environments in which learning 
can take place.  More schools need to promote a positive school climate and reduce violence and 
injuries, physically and psychologically.  States and districts need to continue to provide policy 
and technical assistance in support of school efforts (Jones et al. 2007).  Policies set at the state, 
school district, and community levels can support and enhance health- and safety-promoting 
behaviors.  Even though many state and district level policies directly mandate school level 
policies and programs, some only provide general guidelines and leave the specific elements of a 
policy or implementation up to the schools (Jones et al. 2007; Elias, 2013).  What can be 
daunting is the fact that social climate is simply a lower priority compared with other imperatives 
(for example, improving test scores) emphasized by the No Child Left Behind legislation, as it 
has been interpreted and implemented (Hopson & Lawson, 2011). Furthermore, improving 
school climate is not easy.  Creating a caring, responsive school climate where it has not existed 
requires substantial changes in attitudes and behaviors of students, school personnel, district 
leaders and families. 
As Elias (2013) states, educational authorities can establish parameters for how much 
formal education should take place and require assessment of instruction and skills being done 
on the instruction for systematic social-emotional skill building.  There is a concern about the 
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gap between rhetoric and action even when a policy is clearly formulated.  Thus, research is 
suggested by Elias (2013) to be instrumental in creating a system of sustainable implementation 
for character education.  A greater part of active collaboration should take place in the good 
working relationships to be extended between school personnel and parents.  Positive 
relationships between staff members and students’ families are associated with family 
involvement in school, school engagement, and academic achievement.  These relationships 
support the right conditions for powerful learning and healthy development (Hopson & Lawson, 
2011).   
To assess the status and characteristics of a wide range of healthy and safe school 
environment policies and practices at the state, district and school levels, the Centers for Disease 
Control and Prevention (CDC) conducted the School Health Policies and Programs Study 
(SHPPS) 2006.  Specifically, SHPPS 2006, for the first time had questions regarding crisis 
preparedness, response and recovery and school climate (Jones et al. 2011) in addition to this, 
(Elias, 2013); Character Education Partnership, (2010) elaborates the importance of a 
commitment to prepare all of our youth from all socioeconomic and ethnic backgrounds and 
regardless of their array and combination of abilities and disabilities—with the set of social-
emotional competencies that will allow them to succeed optimally in school and life.  Yet, even 
if the system does absolutely nothing explicit to transmit values and beliefs, transmission does 
occur anyway despite the passive or undecided intentions of the school staff.  What is likely to 
happen in the absence of a clear strategy and shared civic democratic goals among the staff is 
that other social values and attitudes can be allowed to dominate instead (e.g. hierarchical views 
of people and of their worth) (Allodi, 2010).  The locus of this commitment is educational policy 
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that will revolutionize the quality of future public schools and the environments built for their 
students. 
How idealizing are these social climate goals and intervening democratic social ideas 
may be towards creating a more equitable learning environment?  There are a few underlying 
concerns with the realism that civic values and social climate missions in schools and how or 
why they may not work in our public educational systems.  The ideology of cultural relativism is 
one challenge to the idea of schools transmitting any values at all.  Some teachers might believe 
that the concept of universal human values is compatible with cultural diversity (admitting, 
recognizing and accepting differences), while others want to emphasize cultural differences and 
define them as incompatibilities (Allodi, 2010). 
Another area of importance in recognition is that reinforcement is just one of the three 
components of an intervention strategy.  When schools use reinforcement without first providing 
the opportunities and socio-emotional skills to be successful, the risk is rewarding students who 
already have the prerequisite skills and resources to do well and punishing those with inadequate 
supports to achieve the behavioral goals.  This can further isolate high-risk youths and increase 
their risk for school failure and drop-out (Hopson & Lawson, 2011).  Brian Perkins, chairman of 
the Council of Urban Boards of Education’s Steering Committee says, “We have a range of tests 
we use to assess students to determine where the schools are in an academic space, but we don’t 
assess their psychological well-being—their social health—in a comprehensive way” (Stover, 
2005). 
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Another area of policy driven contention is the goal formulated in national 
guidelines/curriculum but, because it is not subject to any national evaluation, it can be 
considered only to be a good intention and the goal of building a democratic organization and 
environment for learning is not easy to standardize (Allodi, 2010).  One of the programs known 
for great design for addressing and advocating for prevention & interventions is the Olweus 
Bullying Prevention Program.  Out of 600 programs reviewed by the Blueprints for Violence 
Prevention, launched by the Center for the Study and Prevention of Violence at the University of 
Colorado, the study identified eleven major at-risk youth prevention and intervention programs.  
Olweus’ bullying program is one of the few programs that has been identified as an evidence-
based program (Hong, 2009).  The history of beginnings for Olweus’ bullying prevention 
program was first implemented in 1983, after three 10-13 year old boys in Norway committed 
suicide as a consequence of bullying and victimization.  The effectives of this program was 
evaluated in a research project, which involved 2,500 students (both boys and girls) in 42 
elementary and junior high schools from 1983 to 1985, the results included:  50% or more 
reduction in students’ reports of bullying and victimization; reduction in antisocial behaviors 
(e.g. vandalism, truancy); significant improvement of the “social climate” of the classroom; and 
more positive attitudes towards academics and the school (Olweus, 1997; Hong, 2009).  This 
program targets several levels of school ecology—the individual, classroom and school.  As 
Eisenberg, et al. (2003) states in their research study, there is a need to address the widespread 
problem of peer harassment on a school-wide level, rather than just among target populations or 
individuals. 
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The core components of the Olweus Bullying Prevention program consists of parents’ 
involvement through discussion and information sessions; interventions with victims and 
perpetrators of bullying; regular classroom meetings with students to increase knowledge and 
empathy; school-wide rules against bullying; school staff meetings concerning the program; 
formation of the Bullying Prevention Coordination Committee; training for staff and committee 
members; development of a coordinated system of supervision; and an anonymous student 
questionnaire to assess the prevalence of bullying (Olweus, 1997; Hong, 2009).  The downside to 
this program is that it has shown effectiveness in middle class neighborhoods, however little is 
known about the efficacy of the program in low-income schools with inadequate resources 
(Hong, 2009).  An environmental approach using an educational component, school policy, and 
programs could work toward changing the social norm around acceptable student interactions, 
with the joint goals of decreasing the incidence of harassment and increasing individuals’ coping 
skills when these events occur (Eisenberg, et al., 2003) 
Another example of an ongoing program is the Institute for Character Education (ICE), a 
program funded by the U.S. Department of Education, which has a 6-year history of providing 
professional development in character education to K-12 teachers and administrators.  The 
specific intention of ICE is for middle school personnel to increase their students’ engagement in 
their academic learning and aid student transition into and out of middle school through 
effective, research-based cooperative learning strategies that encourage student voice and 
connectedness on campus; which are all related to school climate (Schneider and Duran, 2010).  
The social climate, the quality and quantity of relationships established in the learning 
environment, is recognized as an essential factor in the educational process.  This view is 
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supported by a large body of evidence from research on classroom climate, self-efficacy, 
effective schools, inclusive education, special needs, classroom management, and well-being and 
health.  Accordingly, it would be very appropriate to adopt and spread wisely the principles 
emerging into educational policies.  They could contribute to improving educational results, 
favoring successful inclusive education, and preventing school failure, bullying, drop-out, 
psychological illness and so on (Allodi, 2010). 
As stated in the Stover (2005), “Schools can implement a good quality improvement plan 
with knowledgeable, data-driven decision making, but if staff doesn’t believe things can be 
improved, it’s not going to implement changes with the same depth and energy and 
commitment,” says Kent D. Peterson, a professor at the University of Wisconsin-Madison and 
coauthor of Shaping School Culture:  The Heart of Leadership.  In the article by Swearer et al. 
(2010), it states, Vreeman and Carroll (2007) examined the findings of 26 studies evaluating 
school-based anti-bullying efforts, distinguishing between classroom curriculum, whole-
school/multi-disciplinary interventions, and targeted social and behavioral skills training for 
bullies and victims.  The most promising results were reported for whole-school anti-bullying 
efforts.  Research on the interrelations among schools, families, peer groups, and individual 
factors has been slower to evolve in bullying prevention and intervention efforts (Swearer, et al. 
2010). 
Summary 
 As a result of research into bullying and its effects on students’ achievement in their 
academics, it can be assured that social climate interventions at an individual level and larger 
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level address the bullying and give students assurance all are afforded a quality learning 
environment and a future of positive academic achievement.  By the continued process of 
interventions and programs, the level of quality experience for all students will increase and 
benefit their life and accomplishments, socially, and psychologically. 
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CHAPTER THREE 
Methodology 
Setting and Participants 
 This study explores adult student’s perspectives regarding their experiences with bullying 
in schools and what effective means did they perceive were advocated in their school district.  
The students who were asked to participate were recruited through emails and fliers at a local 
community college.  Adult student participation is anonymous and requires the voluntary 
participant to answer predetermined interview questions that will be voice recorded in an office 
space near the community college they attended.  The student responses will provide for 
reflection on various topics of experience and recommendations for improvements.  All 
accommodations were made to provide the voluntary participants a comfortable, anonymous, 
untimed setting to respond to the interview questions chosen by the investigator.  Once the 
interviews were transcribed the recordings were given unidentifiable reference letters to secure 
participants anonymity.  No other obligation was expected and the responses destroyed after 
completion of the research study’s data analysis.  This study utilized a combination of interviews 
and open-ended questions of exploratory nature in past and present experiences with bullying 
and school and community interventions.  The procedure of the interviews explored personal 
experiences regarding bullying, how it affected the student’s life and what the student believes 
would be beneficial for future bullying interventions and awareness.  The interview process 
followed a course of thinking from experience, intervention, awareness and suggestions that 
were or were not effective according to the student’s reflection of experiences. 
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Research Design 
This research data was collected using personal interview responses which were analyzed 
for themes and correlations between the research and personal interview responses.  The survey 
consisted of an interview with 10 questions that reflected the personal accounts of adult student’s 
with bullying and interventions.  Answers were strictly anonymous and designated identifiable 
factors in behaviors and attitudes towards school bullying.  The results of the interviews varied 
according to individual experiences and also might have aligned with other’s experiences.  A 
correlation to others identified an ongoing issue or relevance to the topic of bullying and its 
effect on an individual’s life and academic experiences. 
The open exploratory questions consisted of any personal accounts that might  have 
existed with a student’s bullying experiences, in addition to; what they believed could be the 
most effective means to intervention of bullying for the students and for the overall school 
environment.  Additional questions pertained to the attitudes towards advancing the campaign to 
improve bullying awareness and intervention. 
Data Gathering and Analysis 
 The interview process was first initiated via an email or interest in the flier.  The 
interview process and response was kept anonymous and the goal of 8 case studies was met by 
asking students to voluntarily participate.  Through analysis of themes in the response to 
questions regarding experiences, results for self, school and community and the choice of 
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interventions were noted for similarities in student responses and the results of their experiences 
to identify areas of improvement in bullying interventions.  Students who voluntarily accepted to 
participate were asked to meet for a recorded session with the investigator.   
 Once all of the interviews were completed, the interview questions were transcribed and 
analyzed for themes pertaining to: 
• Personal accounts and behaviors;  
• Student’s post incidental interventions; and student perspective on how it was addressed; 
• What type of support the students believed could enhance future interventions--at school 
and in the communities. 
Summary 
 The interviews were conducted to explore adult student perspectives on bullying 
interventions.  Whether a student experienced it directly or whether experienced as a result of a 
bystander position, or whether they were the bullies themselves, the themes that emerged  affirm 
their experiences and attitudes regarding the occurrence of bullying; and as a result, may be able 
to contribute a perspective of how to address this ongoing public health issue.  As adult students 
who participated in the study, what experiences they had with bullying and after a period of time 
have gained insight, and are able to give a reflective response, and contribute to the how to 
proceed with exploring future research and action to innovate for the future health and social 
climate in schools. 
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        CHAPTER FOUR 
Results and Discussion 
This study focused on the current implications in affecting the bullying post-incidental.  
The recognition of its occurrence is obvious in the research and the search for answers that will 
improve the academic achievement in educational environments across the United States of 
America.  Through experiences and interventions an innovation of how this social ill is dealt 
with is the goal of this project.  The results are interviews that will outline the perspective of 8 
people who’ve experienced or witnessed various forms of bullying.  Some of the experiences 
shared were quite enlightening and extreme in their occurrences.  The focus of this study is to see 
the experiences, the results, what can be done in future instances of bullying and how 
communities and schools can improve the process of dealing with this imminent issue in schools. 
Results 
The results of eight personal interviews enable the project to study the perspective of 
students whose ages varied between 18 to 45 years old.  Some of these students have had time to 
reflect since their bullying experiences and all these students are still in the higher education 
stage.  Their willingness to participate in an anonymous interview and share their experiences 
about bullying were relative to learning the meaning of bullying to this group of anonymous 
adult students.  The questions ranged from personal experience and witness roles in bullying, the 
result of those occurrences and what are their personal recommendations for future interventions 
of bullying that will improve the response in communities and school environments. 
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Personal Experiences: 
The adult students voluntarily shared their personal stories regarding bullying.  I’ve given 
the participants anonymity so that they can feel they are able to share their story without worry 
of who will read the experiences.  All participants will be referred to as a Participant with a letter 
A-G. 
Participant A:  Experience was when a kid; victim; kids thought this participant had 
everything materialistically and would be mean and isolate her.  She was often isolated on the 
playground and would be teased about the fact she wore glasses.  This person felt she was never 
a bully, but stuck up for others because it felt like the right thing to do.  The bullying began as 
early as 2nd-3rd grade and continued until she was in fifth grade.  Presently, this participant 
believes bullying occurs more. 
Participant B:   Student was in middle school and was a victim of bullying from four 
other girls.  Often times, the student did not want to be outside. And the student stayed to herself 
and felt excluded.  This student also had experiences with cyber-bullying and felt that the bully 
could say things and not be held accountable.  Student had posted a picture of her and her Dad 
and some people would comment, “They are ugly” and “they are fake.”  Fortunately she was 
able to just “block them.”  These experiences affected her self-esteem. 
Participant C:   The student can clearly recall being transferred from one school to 
another.  The participant recalls that kids were unaware of her culture and eventually when they 
did find out they would tease her about it.  Often times she endured hair pulling and they would 
tell her to cut her hair.  Oftentimes, the bullying was initiated and boys more than girls would do 
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the bullying.  Girls would mostly laugh at her while she was competing in sports.  During lunch, 
she would be at her own table and no one would talk to her. 
Participant D:   Participant grew up in a small town; he was Native American and big.  
He felt like people treated him different but it never bothered him and in fact had seen people 
bullied way more than him.  When he would see the bullying, he would end up getting someone 
because he believed the student needed help.  He felt that he experienced a lot of verbal taunts 
and was mostly just to “give him crap for it.”  Nowadays, he believes that social media is another 
place where people can get bullied 24/7 and people never used to have to worry about that.  
Now, anonymity gives people permission to be jerks. 
Participant E:  This participant states that he had been in the position of a bystander.  
Early on in school he was branded, a quiet one, a weird one and somewhat of an introvert.  He 
admits that he saw bullying while he was growing up.  People that would think they are joking 
and didn’t really know so much about the person targeted.  If he was able to, he would talk to the 
person being bullied, but he never took action towards the bully.  Most experience outside of 
school took the physical form.  His experience was a relative who would say “I’m going to take 
your lunch money.  The relative would be joking but it was not funny to the victim.”  Usually he 
was pushed and told by the bully, “Hey I’m angry.  Let’s fight for 10 seconds.”  In the 
community, the participant felt like people can be petty and talking about each other.  Not so 
much physical forms but an ill will to another. 
Participant F:   This participant had several experiences with bullying in middle school.  
The participant expressed that he was bullied by teachers, a principal and several students.  He 
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would often have to miss class and sit in detention for no reason and this would lead him to miss 
class and not learn which would lead to him failing because he wasn’t allowed in the classroom.  
On a few occasions, he felt harassed by his teacher for the clothing he was wearing.  He had a 
nice white sweater and the label was, “white tag.”  The teacher said, “Why do you wear this 
sweater?  It’s racist!”  He replied to the teacher, “What do you mean?”  Teacher then said, “It 
says, ‘white fag, an emotionally distressed white person’?”  He replied, “Teacher, it says, white 
tag.”  It didn’t say that but he was forced to not wear the sweater. 
This participant F also had several bullying incidents with a female student and it got him 
suspended on several occasions.  He was barely 10, in 5th grade, there were seven girls and six 
of those seven girls claimed that he raped them during recess.  It was awful because he got called 
to the office and he told the principal he wouldn’t do such a thing.  Also there were times that 
they would pull down his pants and kick and trip him.  These girls would claim that he tried to 
touch them and pull down their pants.  They called in the cops but never got his side of the story.  
The cop only got their side of the story.  Eventually, one girl out of those seven told the truth.  
One of the girls out of seven got suspended and that was it.  Even after the incident, other 
students would still try and call him a rapist.  Kids would confront him and would say, “What are 
you doing, rapist?  Get away from me!  What are you trying to touch me? “  
Another time, a girl from that same group of girls, approached him while he was playing 
on the hillside with his friends.  The girl says, “What are you doing on my hill?”  He replied, 
“Your hill?  This is no one’s hill.  We were here first just sliding down the hill.”  The girl says, “I 
want you to leave.”  He replied, “I was here first.”  She got upset; she left and she came back 
with a huge group of students.  She said, “Let’s have a vote, who wants to kick him off the hill?  
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Everyone raise their hand if they want him off this hill?”  Everyone raised their hand.  Then, he 
refused to leave the hill.  The girl got another boy to come over and confront him and push him 
around.  He pushed back.  He was called the principal’s office and was asked questions about 
why he did it.  The student told him he was defending himself.  So they called the boy down and 
called it an incident that was 50/50 for him and the boy involved.  However, the girl did not 
receive a reprimand for the situation leading up to the Principal’s office visit. 
Participant G:   “I was a victim.  Me and my her sister were in the 7th grade of middle 
school, there were some 8th graders, who would make “Indian noises” while they were walking 
by, and they would do that repeatedly, and would tell us to leave the state.”  The participant 
would tell staff and they just told them to stop and got suspended for a day.  The 8th graders 
continued to do it after and the school still didn’t do anything about it.  Always the same kids and 
she and her sister would cry because it was so hurtful.  In high school, she would have someone 
else telling her that she shouldn’t be playing in sports and if she moved to another school that 
they would fight to make sure she couldn’t play at the other school. 
Participant G:  Her experience with being a bystanders was when her sister played basketball.  
There was a girl calling her sister fat and too clumsy.  So her sister quit and she dropped out of 
school because of it.  Her sister developed anxiety over it and can’t be in crowds.  The 
participant sometimes can’t tell if it’s “joking” or “messing around” when they actually are 
hurting the person.  In the community, her sister is darker and still gets bullied for being darker.  
Youngest sister came home and said kids teased her about being darker.  Kids were still picking 
on someone.  The participants expressed that verbal bullying was extensive with the bully 
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sharing mean and spiteful comments regarding their differences.  Often times, the bully would 
spread rumors and then the stories would change all the time. 
Results of Experiences: 
Participant A:  Results of the bullying were self-consciousness, self-comparisons and this 
made her feel like everything was not ok.  She never wanted to go to school and would dread 
going to school because of the bullies.  She often felt isolated from the groups and was left 
standing alone and it lead her to despise them.  Long term effects are that she still feels like 
everyone stares and is making fun of her because she is different.  Often this student doesn’t 
want to be around people. 
Participant B:   This student felt like it didn’t effect more than her self-esteem.  In fact 
she was taught by her family to rise above it and choose to do more with her life and way of 
thinking.  She chooses to live her life in a positive way that will make her life better.  And 
someday she will be able to look back. 
Participant C:  As a result of the bullying, the participant felt disappointed and it lowered 
her self-esteem.  Participant felt like it got better around 8th grade, however, by then she was 
embarrassed of her culture.  She felt like it took a long time for her to get her identity back and it 
was a difficult time for her.  As she got older she was more aware of who she was.  Today, 
participant continues to believe that bullying and its occurrence has not improved.  Her son is 
darker and he gets teased about it at school especially when it is Native American week.  Three 
kids against one and the three were not disciplined and she felt no one helped her son, and when 
  42 
it’s her son who does the name-calling, she is called in to discuss this with her son and the 
school.  She felt there was still discrimination occurring. 
Participant D, didn’t feel like it affected his academic outcomes; however, he wished that 
school would’ve taught students how to manage life.  Growing up he never gave it much thought 
but feels it gave him low self-esteem.  But he also believes, “Oh well I have to go to school.”  
Now he knows when he was younger that people would be mean for no reason. 
Participant F:  It was very hard for him being young like that and his side of the story 
wasn’t told regardless of the confession to the truth of the situations.  Lies and rumors were still 
carried out into his peer group and he feels he missed a number of hours or days in the classroom 
which affected his education.  He also feels like being secluded as a result of the school bullying 
experiences, he didn’t have too much of a social life.  Today, he feels like he doesn’t know how 
to get to know others or be around others because he never got to have that experience growing 
up.  The isolation affected his social skills. 
Participant G:  As a result of this bullying she didn’t feel like it affected her schooling, 
but more so her feelings.  The participant also felt like she wasn’t allowed to stick up for herself 
and the students were still allowed to repeat the actions.  The bully would often get talked to and 
the bully was suspended, but that was all.  The bully would be able to text others with words. 
Interventional Experiences: 
Participant A:   How should it be addressed?  When participant was left out, the teachers 
would just leave her “left out” and it made it seem like an accepted behavior and that the teachers 
were reinforcing it.  Nowadays, there are alternatives and ways to get away from class if a 
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student is feeling left out or needs to take a break.  Participant believes it is really important to 
educate people about bullying.  Also, provide help to students who need help to release their 
emotions and the stress response to bullying. 
Participant B:  At school, student remembers the bullying awareness week and learned 
something from it.  It made her realize and see the reality of the world. 
Participant C:  Counseling is what was able to help her through the process.  It’s 
important for students to know who they are and how to deal with the behavior of bullying.  
Participant sees the important value of coping skills. 
Participant E:  In school, the participant didn’t feel like teachers addressed it enough.  
There was always a kid who would get away with it and that wouldn’t confess he was bullying.  
The kid would act nonchalant and the teacher would believe there was no problem, but then the 
bully would meet up the student outside and be approached again.  This would leave it 
unaddressed on the both ends of the situation.  Something this student thought was helpful was a 
respect retreat he attended.  It helped open his eyes to more perspectives.  It help him to be able 
to observe people and to be able to see people for who they are.  This experience helped him 
know who he is.  Some of the respect retreat involved group activities and then a listen and 
discussion session followed by an open microphone session to share any bullying experiences.  
He believe participating in the respect retreat helped him voice himself and it created a place for 
him to be known for who he is and more than superficial or about his physical characteristics.  It 
was a learning and emotional experience, but a way for students to get to know each other and it 
could work at schools.  
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Participant G:  She often felt that not enough was done to address the verbal and social 
bullying that continued during her years in high school.  From students and staff, they felt they 
were treated as if they were less than.  The only campaign in school that she remembers was the 
day they would bring everyone into the gym and talk about bullying:   It’s bad, it’s mean to say 
things to others and then they would watch a video.  It didn’t really change anything.  The bully 
would usually get away with it by saying they were just joking and playing around. 
Suggested Interventions for Future Consideration: 
Participant A:   In the community, educate and create awareness.  Participant suggests 
retreats where people would gather and discuss the factors of bullying and students’ 
involvements in bullying.  Include everyone, get people to talk to each other and check in with 
students to make sure they are okay.  Don’t leave any one out.  More examples for awareness 
would be to make movies and demonstrate different situations and how to handle the situations.  
Campaign focus can be sure to cover the point that “no one is left out”.  Focus on awareness that 
everyone is equal despite differences.  Focus some of the attention on the bully.  Talk to the 
bully, let them know it’s not okay and it’s not good.  Discuss the bullying incident and make it a 
point that bullying comes with punishable consequences. 
Participant D:  The participant believes schools should start teaching that it is 
unacceptable beginning in middle school and into college level.  Currently, he is aware of 
students he knows and their storied related to bullying and he also believes it is worse up North 
where communities are smaller.  He also believes it is not as bad as it was two generations ago.  
He wished schools would help students understand it doesn’t matter what other people say and 
that school is a place where everyone works interdependently. 
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The participant thinks that it is not entirely understood by adults and that more needs to 
be done to crack down on it.  Schools and community should create a place where people can go 
to talk with a psychiatrist and help students who believe they need it.  The students can feel like 
they are able to express themselves and be reassured that they have support in dealing with 
bullying incidents, before, during and after bullying occurs.  Bring parents in and work together 
in a team effort. 
Participant E:  He believes the campaign should be more for confronting the bully’s 
perspective.  Bully might have issues, if someone would get down to the base of why they bully 
would be helpful for them.  Not to scare them straight but to simply confront the actions at some 
point.  Individually and with students who may be involved so it can be a learning experience for 
all.  Provide information to parents and teachers so that they can help their children through 
whatever position their children and students may be experiencing with bullying. 
Participant F:  This participant feels like teachers addressed it but not enough.  When it 
happens in the future, call in the families and then find out what is clearly going on.  All the staff 
would seem to say is, “Don’t do that and that’s it and the kid would just end up doing it again in 
another classroom, or the hallway.”  A suggested aid in interventions is to have counseling and 
guidance available for the victim and the bully.  Talk things over that the students may have 
issues with.  The bully may be afraid to admit something and may be able to find help with a 
counselor.  Have students help others when they experience similar experiences.  At the time he 
did not see it that way but is aware now that it was bullying. 
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Participant G:  The participant’s suggestion is for there to be more interaction regarding 
bullying incidents.  Talk with kids a little more and tell them it’s not okay to bully people just 
because you think it’s fun.  The participant suggested that students and families should be 
teaching kids to talk to each other instead of about each other.  She suggests that teachers/ 
schools do more than videos and interact more with the students.  She feels by showing a video 
that the school doesn’t find it as important and for those small number of students being able to 
talk and interact more would be helpful.  This is true for students and their families to have more 
interaction regarding bullying at schools. 
Participant B:  In the community, both with kids and adults, bullying can be lead into 
another direction and new ways of thinking.  In the past, people “swept it under the rug” and she 
felt that people are afraid of confrontation.  In the community, parents should talk to their 
children about how they can respond to bullying and recognize that it happens, but be able to not 
reply because that is what the bully wants.  The bully wants the victim to respond.  Otherwise, 
the participant believes that there is not much you can do outside of the home and that 
knowledge and values come from the home. 
Participant C:   In the Community, participant believes there should be parent meetings 
and the topic of bullying should be addressed and make people more aware that it happens.  
From her perspective, share experiences and remind everyone that all people suffer bullying at 
some point.  She continued to stress to get people together to talk and campaign for awareness 
and educating people on attitudes and behaviors and to be able to recognize bullying as a 
violation to all students and not just one person.  She also said it would be good to have 
procedures in place to address the bullying and let students know it is okay to admit it occurs.   
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Participant D:   In the community, this participant, believed there could be public 
information and rallies to create awareness.  Get schools and community involved in sharing and 
creating awareness.  Create areas open for discussion and stress differences are not being pointed 
out to drive people apart if bullying is occurring.  Understand society will never truly get rid of it 
and when there is awareness and information available it may be able to decrease incidents of 
bullying and find ways to scale it back.  This participant feels like negative reinforcement is not 
the answer.  Sit down with all involved and ask why they are doing this and help them resolve 
their issues.  Creating dialogue and breaking down miscommunication is key to bullying 
interventions. 
Participant E:  With parents, the participant feels like there isn’t much talked about.  
Overall, this student doesn’t feel like motivational speakers are effective, although, it does help 
people love each other for 5 minutes; it will then go back to the way it was.  This participant 
believes initial respect for people should be taught in homes let alone schools. 
Participant F:   Participant believes it has to do with how kids are raised in their homes 
and that’s where the behavior starts.  No rules and they can do anything, or maybe kids get 
bullied by their family members so they have pent up anger and don’t know what to do with it.  
So the kids bullied at home will come to school and bully at school to vent and get the anger out. 
Participant G:  More parents need to talk about it and say to their kids that bullying is not 
okay. 
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Discussion 
 As a result of the interviews conducted and the research sought, it is possible to say that 
more awareness is being made.  Some students still feel that the interventions can be improved 
upon.  For this basic reason there is a need to continue research on the subject of bullying and the 
interventions to address it.  “Much of the existing literature focuses on physically aggressive or 
violent forms of bullying, but researchers are beginning to address issues of non-violent, 
relational harassment such as teasing, name-calling, and social exclusion” (Eisenberg, Neumark-
Sztainer, and Perry, 2003, pp. 311).  The literature that is need in the future is to collectively 
review student perspectives to gauge the reality of a school climate.  Provide resources for 
students to feel supported and reach out to all sides of a situation to understand and help students 
on both sides of the situation. 
As result of a juncture to understand student views and conduct interventions and 
awareness on bullying, schools will increase the ability to fulfill student needs and provide 
resources for their developmental and academic needs for a secure and thriving environment.  
These results support what Thornberg said about bullying intervention in 2013, “Scientifically 
evaluated methods and programs for anti-bullying practices are still poorly implemented or not at 
all in Swedish schools” (Thornberg et al. 2013, pp.310).  Many of the students interviewed 
shared their experiences with bullying.  At least 6 of the 7 stories experienced bullying 
moderately to extremely and some were subtle experiences yet detrimental to a student’s well-
being at school and in their personal life following their education years.  The data collected 
from these interviews aligns with the belief that students experience biased related bullying more 
than physical bullying.  Social bullying may be the most invisible yet affecting events that create 
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a negative environment for students.  Often times the students did not find the support from staff 
and had to continue to endure the dynamics of varied types of social bullying; and be told it is 
only teasing or it was addressed but would continue to occur despite interventions or moderation 
attempts.   
In 2008-2009, according to the findings from the pair of US surveys, (DCYA & CHKS), 
mentioned above, they indicate youth experience with bias-based harassment at school are at 
greater risk for compromised health than are youths experiencing non-bias based-harassment or 
no harassment.  Incidentally, Thornberg, Halldin, et al. (2013), indicate a link between being 
bullied and being perceived by the peers as different or deviant, could be understood from the 
perspective of the stigma theory (Goffman, 1963; Jones et al. 1984), the labelling theory (Becker, 
1963) and the social misfit hypothesis (Wright, Giammarino, and Parad 1986), which all claim 
that identifying and defining a peer as deviant is always a social construction produced in the 
peer group associated with its culture and social norms.  This perspective is useful for 
maintaining the status quo and keeping existing arrangements for power and privilege intact.  
The risk is compromised health and self-esteem, as well as, compromised emotional and physical 
well-being.  As the research interviews have demonstrated, six of the students endured emotional 
and verbal taunts that effected their anxiety levels and caused them to feel like they were “less 
than.”  All seven of the participants affirm the reality of social norms that cause for students to 
feel different was wrong in some way when in fact, students should be taught to be culturally 
competent and globally aware of the multi-culture world we live in. 
These results illustrate the importance of bullying intervention and school climate, as 
documented in several studies in the last decade.  Some youth thrive at school—enjoying and 
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benefitting from most of their experiences.  There are others who muddle along and cope as best 
they can with the stress and demands of the moment; and still others find school an alienating 
and unpleasant place to be—a place difficult to enjoy and benefit from (Eccles and Roeser, 2011, 
pp.225).  “A school’s climate is probably the best predictor of whether a school will have high 
achievement—more so than the socioeconomic status of students or the school’s past levels of 
achievement, says Clete Bulach, associate professor emeritus of education leadership at the 
University of West Georgia and long-time researcher in the field” (Stover, 2005, pp. 30). 
The APA report argues for interventions aimed at changing the general school climate, 
reconnecting alienated students and increasing school bonding, and developing a planned 
continuum of steps to be followed with at-risk students, and increasing the collaboration between 
the various community, school and family stakeholders instead (Eccles and Roeser, 2011, pp. 
230).  This research reaffirms the value of an environmental approach using an educational 
component, school policy, and programs that could work toward changing the social norm 
around acceptable student interactions, with the joint goals of decreasing the incidence of 
harassment and increasing individuals’ coping skills when these events occur (Eisenberg, et al., 
2003) 
Summary 
As a result of the project study, it can be disseminated and understood that bullying 
continues to be an ongoing issue for students in their educational experiences.  The process 
currently used to address bullying incidents still occurs but can have suggested recommendations 
for further improvement of interventions that take place.  As studies suggest the bullying still 
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occurs.  The level of knowledge and projects to reduce bullying is varied and is open for 
suggested avenues to improve the responses.  Helping students to think beyond the issues and 
grow from the view they may think they have of others and students bullied can feel like they are 
more validated in their experiences but also given tools for coping and changing their responses 
to it.  By making efforts to intervene in an equitable way towards all students involved, it will 
increase the likelihood for success and well-being of all students not just the students involved in 
bullying incidents.  Creating a larger context of expectations of how to be conscientious of one’s 
own behavior and expected behavior at schools will benefit all students.  Recognizing the 
implications that bullying affects student’s morale and motivation for achieving in education and 
life will help to improve the processes of bullying interventions and awareness. 
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CHAPTER FIVE 
Summary and Conclusions 
As a result of the awareness and efforts made to address bullying in schools, further 
considerations into the experience of individuals is still a valuable element to improving 
educational environments for the youth of the United States public school system.  An awareness 
and continued effort to explore the implications does not stop at any point.  The 
acknowledgement and action that takes place as a result of efforts will increase the ability of 
students, teachers and the communities involved to socially evolve to a higher level of 
interaction. 
Educational Implications 
A part of the mission for this project was a motivation to improve the quality of 
experience for all students in public educational environments and to get a sense of what has 
occurred for students when bullied and the interventions.  How schools, communities and 
students interact is an important part to student success during school and afterwards as they 
formulate their lives.  The health and well-being hinges upon the social climate they experience.  
Responding to the social responsibility that requires students to be accountable and responsible 
for their actions towards others is paramount to successful individual and group interaction in our 
public schools.  Holding youth accountable for their actions and behavior is a responsibility to 
themselves and their fellow students.  This is no less important than the level that is expected 
when they are in other public domains. 
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Individually, students should be able to expect that they are protected and supported in 
the public spaces of school.  Interventions and awareness can help individuals feel like they are 
able to achieve their academics and feel a general sense of quality experience that will endure 
them through their teen years and beyond.  Creating and fostering a healthy environment for 
adolescents to explore and learn without fear and disruption is important for their success and 
other students as well.  Through the supported effort of teachers and families, many students feel 
a sense of what can happen if they are advocated for and have a sense of justice when they’re 
confronted with a bullying situation.  As a continued result of student perspectives may it be 
reflective of the improvements that can be made as interventions continue to evolve for future 
generations of students? 
Recommendations for Future Research:  
After inquiry of the interviews, it can be said that a need for further exploration into how 
to improve bullying intervention process should continue.  The definite result is personal 
experience and the post-incidental result of the student’s lives that are affected and providing for 
those searches of reassurance and guidance for future students in educational environments. 
Focusing on the interventions and the awareness that bullying exists and will continue to some 
degree, but society can make head way if the research continues to look into the occurring effects 
on a student or two who confront the real issue of bullying in their educational environments and 
create the systematic success in approaching and responding to the subject of bullying and 
interventions. 
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Instead of the unpredictable results of an occurrence it can be a catalyst for an improved 
result not only for the students, but the educational environment and the community to respond 
responsively.  Instead of one time responses that could warrant additional time and support, 
create a number of follow up sessions for all students involved in the form of counseling, 
mentoring and overall feelings of support.  The fact is the participants interviewed were only 
representative of a small number of adult students attending college and varied in age.  Could 
they contribute to a larger commonality of what may benefit education for all students?  Or 
maybe future case studies could demonstrate a further look into what interventions or awareness 
campaigns are working and continue to develop those areas?  A helpful turn towards the 
development of programming that teaches social skills and to make it apparent that students have 
school staff support; creating student information sessions where students can electively choose 
to learn more about how to help themselves through bullying incidents.  Not only the study of 
what a victim of bullying is experiencing but a true investigation into all perspectives of a 
situation that benefits both students and the skills they are given to respond more effectively to 
their role in bullying incidents. 
Conclusions 
As a result of this research, I hope it inspires research to improve personal interactions at 
the school environment setting for students at all levels.  I would like to hope that considering 
personal accounts of adult students will help our schools and communities take into more 
account the personal experience of people from all sides of the bullying experience.  A greater 
campaign to assure students are protected and have rights to be treated with respect and equitable 
social norms will enhance the quality of educational experience and outcomes. 
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Student Consent to Participate in Study form: 
INFORMATION SHEET FOR RESEARCH 
Adult Student Perceptions on Bullying and Interventions 
You are invited to be in a research study of Adult Student Perceptions on Bullying and Interventions. You 
were selected as a possible participant because you are currently an enrolled adult student at a local 
college who has volunteered to participate. We ask that you read this form and ask any questions you 
may have before agreeing to be in the study. 
This study is being conducted by: Ann M. Belisle, Education cohort at the University of Minnesota-
Duluth 
Procedures: 
If you agree to be in this study, we would ask you to do the following things:   There will be 
arrangements to be made to conduct an in-person interview with you where you will be answering a 
series of in-depth questions regarding your experiences with school bullying & interventions and how 
the implementation of policies and procedures work to increase the level of social climate and decrease 
bullying in your previous and/or possibly present school experiences. 
Confidentiality: 
The records of this study will be kept private. In any sort of report we might publish, we will not include 
any information that will make it possible to identify a subject. Research records will be stored securely 
and only the researcher will have access to the records. 
Voluntary Nature of the Study: 
Participation in this study is voluntary. Your decision whether or not to participate will not affect your 
current or future relations with the University of Minnesota -Duluth. If you decide to participate, you are 
free to not answer any question or withdraw at any time without affecting those relationships.  
Contacts and Questions: 
The researcher conducting this study is:  Ann M. Belisle. You may ask any questions you have now.  If 
you have questions later, you are encouraged to contact Ann at the following contact #, (715)-418-9474, 
or by email at belis018@d.umn.edu or you can reach Ann’s advisor:  Dr. Diane Rauschenfels, #(218)-726-
8547, djrausch@d.umn.edu  
If you have any questions or concerns regarding this study and would like to talk to someone other than 
the researcher, you are encouraged to contact the Research Subjects’ Advocate Line, D528 Mayo, 420 
Delaware St. Southeast, Minneapolis, Minnesota 55455; (612) 625-1650. 
You will be given a copy of this information to keep for your records. 
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Flier distributed to recruit participants: 
 
LOOKING FOR voluntary PARTICIPANTS IN A 
RESEARCH STUDY ON BULLYING 
AND EXPERIENCES: 
Would you be willing to share your perspectives & 
experiences regarding bullying in schools? 
 
Seeking 6-10 adult student participants 18 years and older to 
voluntarily and confidentially contribute their experiences and 
suggestions regarding schools & bullying for my research 
project through an in-depth interview conducted by me. 
 
If you are willing to participate, please call me, Ann Belisle, at  
# (715)418-9474 or email me 
at ambel9501@hotmail.com  
Through personal experiences and current bullying awareness and 
incidents taking place across America in our schools, I find this topic of 
to be great importance to the well-being of students in public and 
private educational environments.  With exploration into perspectives 
may it be possible to find better solutions to this concern. 
  65 
Permission granted by person in authority of college: 
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Open ended interview questions: 
Questions for adult learners: 
1. Have you ever experienced bullying and what was/is your stance:   bully, bystander or victim?  
Can you share your experience(s)? 
2. In your experience(s), what do you believe to be the most common type of bullying you’ve 
witnessed or experienced?  How has it affected your academic outcomes? 
3. How has your personal experiences in your education influenced your current perspectives on 
bullying?  Do you believe things are different today than when you were in school?  How so? 
4. In any way, can you share your perspective on how bullying as affected your life, past and 
present?  Or negatively or positively? 
5. How significant is bullying in your school, district and/or community past and present? 
6. To what extent is the problem acknowledged, understood and addressed by teachers, parents 
and other adults in children’s lives? 
7. How important is it for schools and families to work together?  How do you suggest schools 
work to create this important connection or responsibility to the children and their families 
before and following a bullying incident? 
8. Beyond schools, what do you believe members of the community can do to create bullying 
awareness and decrease incidents? 
9. With the recent approvals to pass anti-bullying laws, how do you suggest the schools utilize 
these and provide district-wide awareness regarding bullying?  For students and families?  For 
teachers and supporting staff?   
10. Are there any other suggestions that you may have that could improve school environments so 
that bullying incidents are less likely to occur? 
 
